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Total	Cohort	Size	 338	 48	 318	 704	
Gender	
	 	 	 						Male	 168	 24	 115	 307	(44%)	
					Female	 169	 23	 203	 395	(56%)	
Collegiate	Class	
	 	 	 						Freshman	 6	 6	 158	 170	(24%)	
					Sophomore	 91	 25	 81	 197	(28%)	
					Junior	 143	 12	 63	 218	(31%)	
					Senior	 98	 4	 16	 118	(17%)	
Race/Ethnicity	
	 	 	 						Caucasian	 180	 23	 161	 364	(52%)	
					African-
American	 96	 16	 92	 204	(29%)	
					Latino/a	 22	 1	 14	 37	(5%)	
					Asian	 11	 3	 14	 28	(4%)		




























































































































































































































































































































Mean	 Minimum	 Maximum	 Standard	
Error	
Gender	 675	 0.56	 0.00	 1.00	 0.02	
Age	 703	 20.74	 14.00	 59.00	 0.15	
Race/Ethnicity	 703	 1.90	 1.00	 5.00	 0.05	
Collegiate	Class	 675	 0.47	 0.00	 1.00	 0.02	
Generation	Status	 705	 1.54	 1.00	 2.00	 0.02	
Rurality	 674	 0.25	 0.00	 1.00	 0.02	
Family	Economic	
Hardship	
696	 5.31	 0.00	 15.00	 0.11	
Competence	 705	 24.57	 4.00	 28.00	 0.18	
Choice	 705	 18.83	 5.00	 25.00	 0.16	
School	Value	 701	 29.12	 9.00	 45.00	 0.19	
HS	GPA	 559	 3.23	 1.28	 4.84	 0.03	


















































































	 2-class	 3-class	 4-class	 5-class	
Loglikelihood	 -6054.39	 -5968.11	 -5900.77	 -5866.41	
AIC	 12128.77	 11964.22	 11837.53	 11776.82	
BIC	 12174.35	 12028.03	 11919.58	 11877.10	
Sample-Size	Adjusted	BIC	 12142.60	 11983.58	 11862.43	 11807.25	
Entropy	 0.91	 0.92	 0.92	 0.94	
Vuong-Lo-Mendell-Rubin	p-
value	
<0.01	 0.01	 0.19	 0.10	
Lo-Mendell-Rubin	p-value	 <0.01	 0.01	 0.20	 0.10	


























































Competence	 0	(4.65)	 -5.61	(2.11)	 -15.01	(2.11)	 2.08	(2.11)	
Perceived	Choice	 0	(4.19)	 -1.86	(4.08)	 -1.33	(4.08)	 0.53	(4.08)	













































































1.86*	 0.43**	 0.79*	 1.20**	 0.91	
Low	Competence	


















































	 	 						Competence	 -6.0*	 -18.4*	 2.1	
					Choice	 -2.2	 -1.5	 0.7	
					Value	 -2.0	 -8.5	 1.0	
Continuing	
generation	
	 	 						Competence	 -4.7	 -13.4	 2.2	
					Choice	 -1.3	 -1.5	 0.4	



















	 	 						Competence	 -5.8	 -15.2	 1.9	
					Choice	 -1.7	 -0.6	 0.4	
					Value	 -2.7	 -7.1	 1.0	
Rural	
	 	 						Competence	 -4.3	 -15.1	 2.4	
					Choice	 -1.2	 -2.4	 0.9	

















	 	 						Competence	 -4.5	 -12.9	 2.2	
					Choice	 -1.1	 -1.9	 0.9	
					Value	 -1.7	 -7.9	 1.1	
African-American	
	 	 						Competence	 -7.6*	 -18.6*	 2.0	
					Choice	 -1.7	 0.5	 0.3	










































		 Mean	(SD)	 Mean	(SD)	 Mean	(SD)	
























		 Estimate	 s.e.	 p-value	
Race	 -0.05	 0.02	 0.01	
HS	GPA	 0.53	 0.03	 0.00	
Family	Economic	Hardship	 -0.02	 0.01	 0.02	
Collegiate	Class	 -0.10	 0.05	 0.03	
Rural	Status	 -0.02	 0.17	 0.90	
Generation	Status	 -0.05	 0.05	 0.32	
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Very	Low	Competence	and	
Value	Class	 -0.36	 0.73	 0.62	
Low	Competence	and	
Value	Class	 -0.69	 0.29	 0.02	
Rurality*Generation	 0.01	 0.10	 0.96	
Race*Very	Low	
Competence	and	Value	
Class	 0.06	 0.23	 0.79	
Race*Low	Competence	and	
Value	Class	 0.06	 0.05	 0.03	
Generation*Very	Low	
Competence	and	Value	
Class	 0.02	 0.31	 0.95	
Generation*Low	
Competence	and	Value	
Class	 0.27	 0.12	 0.03	
Collegiate	Class*Very	Low	
Competence	and	Value	
Class		 -0.10	 0.27	 0.72	
Collegiate	Class*Low	
Competence	and	Value	





















		 		 Estimate	 s.e.	 p-value	
First-Generation	
Students	
	 	 	 	
	
Race	 -0.09	 0.03	 0.01	
	
HS	GPA	 0.57	 0.05	 <0.01	
	
Family	Economic	
Hardship	 -0.01	 0.01	 0.23	
	
Collegiate	Class	 -0.12	 0.07	 0.07	
	




Value	Class	 -0.38	 0.25	 0.13	
	
Low	Competence	












Race	 -0.01	 0.02	 0.55	
	
HS	GPA	 0.50	 0.04	 <0.01	
	
Family	Economic	
Hardship	 -0.02	 0.01	 0.03	
	
Collegiate	Class	 -0.09	 0.06	 0.15	
 66	
	




Value	Class	 -0.38	 0.25	 0.13	
	
Low	Competence	








Value	Class	 0.05	 0.05	 0.28	
Generation	Status	Across	
Race	
	 	 	 	
		
Difference	in	
































		 		 Estimate	 s.e.	 p-Value	
Variables	
	 	 	 	
	





Hardship	 -0.02	 0.01	 0.02	
	
Collegiate	
Class	 -0.10	 0.05	 0.04	
	





















Class	 0.04	 0.22	 0.38	
Intercepts	
	 	 	 	
	


































Variable	 Estimate	 S.E.	 p-value	
HS	GPA	 0.51	 0.03	 <.001	
Family	Economic	
Hardship	 -0.02	 0.01	 0.02	
Under	Classmen	 0.09	 0.14	 0.53	
Upper	Classmen	 -0.16	 0.14	 0.25	
African-American	 -0.25	 0.05	 <.001	
Latino/a	 0.01	 0.10	 0.91	
Asian	 -0.01	 0.10	 0.39	
Other	 -0.11	 0.08	 0.14	
Perceived	Competence	 0.01	 0.01	 0.03	
School	Value	 0.01	 0.01	 0.02	
Perceived	Choice	 0.01	 0.01	 0.27	
	
	
As	was	the	case	with	the	person-oriented	analysis,	high	school	GPA	and	family	
economic	hardship	were	both	significant.	Interestingly,	collegiate	class	was	no	
longer	significant.	With	regards	to	race,	African-American	status	significantly	
predicted	end-of-semester	GPA.	Lastly,	two	of	the	motivational	variables,	perceived	
competence	and	school	value,	were	significant	predictors,	which	confirms	variable-
oriented	expectancy-value	research	(Bong,	2001;	Malka	&	Covington,	2005;	Meece,	
Eccles	&	Wigfield,	1990).		
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CHAPTER	5	
DISCUSSION	
	 Using	Self-Determination	Theory	and	Expectancy-Value	Theory,	this	short-
term	longitudinal	study	examined	the	degree	to	which	perceived	competence,	
perceived	choice,	and	school	value	could	moderate	academic	achievement	among	
first-generation	college	students	and	rural-educated	college	students.	Specifically,	
my	study	employed	a	person-oriented	approach	to	develop	motivational	profiles	for	
the	college	students	in	the	sample.	I	then	ran	multiple	structural	equation	models	
exploring	various	interactions	among	the	variables,	including	generation	status	with	
rural	status,	the	latent	profiles	with	generation	status,	the	latent	profiles	with	race,	
and	the	latent	profiles	with	both	race	and	generation	status.	Lastly,	I	ran	a	variable-
oriented	multiple	regression	model	to	investigate	the	degree	to	which	the	variable-
oriented	and	person-oriented	approaches	agree.	Results	from	the	analyses	yielded	
five	main	findings.	First,	the	latent	profile	analysis	resulted	in	a	three-class	solution.	
With	regards	to	the	solution,	demographics	predicted	class	membership,	and	
demographics	provided	significant	probabilities	for	inclusion	in	the	classes.	Second,	
a	structural	equation	model	exploring	only	two-way	interactions	among	the	
variables	revealed	control	variables	and	the	classes	as	significant	predictors	of	end-
of-semester	GPA,	as	well	as	conditional	effects	with	race	and	generation	status.	
Interestingly,	generation	status	was	not	a	significant	predictor	of	end-of-semester	
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GPA.	Third,	a	structural	equation	model	incorporating	a	three-way	interaction	
among	race,	generation	status	and	the	latent	profiles	revealed	varying	significance	
among	the	control	variables	depending	on	generation	status.	Fourth,	in	the	final	
structural	equation	model	incorporating	only	significant	variables,	results	show	that	
the	latent	profiles	serve	as	a	moderator	for	race	on	end-of-semester	GPA.	Finally,	the	
variable-oriented	multiple	regression	confirmed	results	of	the	final	structural	
equation	model,	as	well	as	previous	expectancy-value	research.		Perceived	
competence	and	school	value,	along	with	control	variables,	significantly	predict	end-
of-semester	GPA.	This	chapter	discusses	each	of	these	findings,	along	with	
implications	of	the	results,	limitations,	and	suggestions	for	future	research.		
5.1	CHARACTERIZING	THE	THREE-CLASS	SOLUTION	
	 One	of	the	primary	goals	of	the	current	study	was	to	identify	motivational	
typologies	in	college	students	using	constructs	from	self-determination	theory	and	
expectancy-value	theory.	Secondarily,	the	emergent	motivational	typologies	
classified	college	students	based	on	their	patterns	of	motivation	and	related	these	
classes	to	end-of-semester	GPA.	Overall,	the	study	found	three	motivational	profiles	
that	represented	a	large	sample	of	college	students.	Two	of	the	three	groups	can	be	
characterized	according	to	the	traditional	dimensions	of	perceived	competence	and	
school	value	(Pintrich,	1989,	Conley,	2012).	However,	a	third	class	(very	low	
perceived	competence	and	value)	is	not	represented	by	existing	motivational	
taxonomies.	Interestingly,	perceived	choice	was	not	a	significant	factor	in	any	of	the	
classes.	In	other	words,	all	three	classes	demonstrated	average	perceived	choice.	
This	contradicts	the	typologies	found	by	Vansteenkiste	et.	al.	(2009)	when	they	
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examined	motivational	profiles	solely	according	to	self-determination	theory.	In	
their	study,	they	found	four	clusters	with	varying	degrees	of	perceived	autonomy	
and	controlled	motivation.	The	difference	between	the	two	studies	likely	stems	from	
the	scale	utilized	for	measuring	autonomy.	I	used	a	proxy	for	perceived	autonomy,	
namely	Deci	and	Ryan’s	5-item	Perceived	Choice	Scale,	where	as	Vansteenkiste	et	al.	
used	Deci	and	Connell’s	16-item	Academic	Self-Regulation	Scale.		
	 Overall,	race	and	generation	status	explained	significant	variation	in	the	
conditional	means	across	all	three	of	the	typologies.	First-generation	students	had	
significantly	lower	perceived	competence	across	all	three	classes.	In	fact,	generation	
status	explained	24%	of	the	variation	in	perceived	competence	conditional	means.	
This	is	in	line	with	Hellman’s	(1996)	study	that	showed	first-generation	college	
students	have	lower	perceived	self-efficacy	compared	to	continuing-generation	
college	students.	Furthermore,	African-American	students	had	significantly	lower	
perceived	competence	and	school	value	compared	to	Caucasian	students	across	all	
three	classes.	Race	(as	either	Caucasian	or	African-American)	explained	44%	of	the	
variation	in	perceived	competence	conditional	means.	Similarly,	it	explained	14%	of	
the	variation	in	school	value	conditional	means.	This	could	support	Ogbu’s	(1986)	
theory	that	African	Americans	do	not	expect	to	benefit	as	much	from	hard	work	in	
school	as	Whites	do,	and,	therefore,	invest	less	time	and	effort	into	doing	well	in	
school.	It	could	also	imply	that	African	American	college	students	do	not	value	
school	as	much	because	of	lower	perceived	competence.	In	fact,	nonparametric	
results	confirm	that	the	classes	are	dependent	on	race.	This	replicates	the	
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dependence	Conley	(2012)	found	between	her	motivational	clusters	and	ethnicity,	
but	her	sample	primarily	included	Latino/a	and	Vietnamese	students.		
	 High	Competence	Class.	The	largest	class	(78%)	had	significantly	above	
average	perceived	competence,	and	both	average	perceived	choice	and	school	value.	
This	class	possessed	a	heterogeneous	mix	of	students.	In	fact,	76%	of	all	first-
generation	students	appeared	in	this	class.	Furthermore,	68%	of	all	minorities	were	
in	this	motivationally	well-adapted	class.	These	percentages	demonstrate	that	
though	first-generation	and	minority	background	are	often	viewed	from	a	deficit	
perspective	this	indicates	that	a	majority	of	such	youth	are	well-adapted	in	terms	of	
motivation.	This	class	had	the	highest	conditional	mean	GPA	(3.05)	among	the	three	
classes.	From	previous	research,	this	typology	was	expected.	Conley	(2012)	utilized	
a	person-oriented	approach	to	integrate	achievement	goal	and	expectancy-value	
perspectives.	She	measured	perceived	competence	and	task	value	in	middle	school	
math	classrooms.	She	found	seven	clusters	with	her	very	large	sample	(n	=	1,870),	
and	three	of	the	clusters	possessed	high	competence.	However,	she	did	not	do	any	
significance	testing	on	the	conditional	means.	In	fact,	only	two	of	the	clusters	had	
perceived	competence	at	least	half	a	standard	deviation	above	the	mean.	
Furthermore,	Conley	labeled	a	cluster	as	high	competence	and	high	task	value,	but	
the	task	value	conditional	mean	was	not	significantly	above	the	true	mean.	
Technically,	she	had	one	high-perceived	competence	cluster	that	mirrored	mine	
because	the	two	high	competence	clusters	had	the	same	conditional	mean.		
	 Low	Competence	and	Value	Class.	The	second	largest	class	(19%)	had	
significantly	below	average	perceived	competence	and	below	average	school	value.	
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Perceived	competence	was	approximately	one	standard	deviation	below	the	mean,	
while	school	value	was	half	of	a	standard	deviation	below	the	mean.	This	class	had	
the	lowest	predicted	end-of-semester	GPA	of	2.57,	which	was	two-thirds	of	a	
standard	deviation	below	the	average	GPA.	This	class	contained	22%	of	all	first-
generation	students,	and	it	was	represented	by	15%	of	the	African-Americans.	In	
fact,	Black	students	had	a	55%	greater	chance	of	being	in	this	class	compared	to	
White	students	(using	the	High	Competence	Class	as	the	reference	class).	This	result	
confirms	the	numerous	studies	that	have	explored	African	Americans	devaluing	
effort	and	high	achievement	in	school	(Graham,	Taylor,	&	Hudley	1998;	Osborne,	
1997;	Steele,	1997).	Furthermore,	the	conditional	mean	family	economic	hardship	
in	this	class	was	half	a	standard	deviation	below	the	mean.	For	each	point	increase	
in	family	economic	hardship,	a	student	had	a	55%	greater	chance	of	being	in	the	
class	(using	the	High	Competence	Class	as	the	reference	class).	Conley	(2012)	also	
found	a	cluster	that	possessed	low	perceived	competence	and	task	value.	For	her	
low	cluster,	the	conditional	means	of	perceived	competence	and	school	value	were	a	
full	standard	deviation	below	the	mean.	Pintrich	(1989)	also	found	a	cluster	that	
was	low	in	both	intrinsic	motivation	and	task	value.	As	previously	stated,	due	to	
previous	research,	this	motivational	typology	was	expected.		
	 Very	Low	Competence	and	Value.	The	smallest	class	(3%)	had	significantly	
below	average	perceived	competence	and	below	average	school	value.	The	
conditional	mean	for	perceived	competence	was	approximately	three	standard	
deviations	below	the	mean,	and	the	conditional	mean	for	school	value	was	
approximately	two	standard	deviations	below	the	mean.	This	motivational	typology	
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has	not	been	seen	in	previous	research.	Both	Pintrich	(1989)	and	Conley	(2012)	
found	only	one	low	cluster	that	matched	the	conditional	means	for	the	Low	
Competence	and	Value	Class.	While	the	predicted	end-of-semester	GPA	was	low	for	
this	group	(2.78),	it	was	not	as	low	as	the	GPA	for	the	Low	Competence	and	Value	
Class.	Furthermore	this	class	did	not	significantly	predict	end-of-semester	GPA,	like	
the	other	two	classes.	This	non-significance	could	be	due	to	a	power	problem	since	
the	class	only	contains	24	students.	Overall,	Caucasians	comprised	62%	of	this	class.	
In	fact,	White	students	had	a	57%	greater	chance	of	being	in	this	class	compared	to	
Black	students	(using	the	High	Competence	Class	as	the	reference	class).	This	is	an	
interesting	result	because	combining	this	result	with	the	fact	African-Americans	are	
more	likely	to	be	in	the	Low	Competence	and	Value	Class,	it	appears	African-
American	students	can	somewhat	devalue	school,	but	Caucasian	students	can	
devalue	school	a	lot.	Similarly,	non-rural-educated	students	comprised	61%	of	this	
class.	They	had	a	70%	greater	chance	of	being	in	this	class	compared	to	rural-
educated	students		(using	the	High	Competence	Class	as	the	reference	class).	As	for	
generation	status,	continuing-generation	students	comprised	75%	of	this	class,	and	
they	had	a	66%	greater	chance	of	being	in	this	class	compared	to	first-generation	
students	(using	the	High	Competence	Class	as	the	reference	class).	Lastly,	
socioeconomic	status	did	play	a	role	in	this	class.	For	each	point	increase	in	family	
economic	hardship,	a	student	had	a	55%	greater	chance	of	being	in	the	class	(using	
the	High	Competence	Class	as	the	reference	class).	Thus,	if	a	student	had	a	family	
economic	hardship	score	of	ten	(where	15	is	the	maximum	score),	then	he/she	has	a	
92%	chance	of	being	in	this	class	(using	the	High	Competence	Class	as	the	reference	
 76	
class).	This	class	has	not	been	seen	in	existing	research;	in	fact,	it	even	contradicts	
variable-oriented	studies	(Anderman	&	Midgley,	1997;	Miserandino,	1996).		
However,	results	must	be	cautiously	interpreted	due	to	the	small	size	of	the	class.	
Miserandino	(1996)	demonstrated	that	lower	perceived	competence	predicted	
lower	test	scores	in	third	and	fourth	graders,	where	as	Anderman	and	Midgley	
(1997)	demonstrated	the	same	result	with	sixth	graders.	Interestingly,	Conley	
(2012)	found	that	her	low	competence	and	value	cluster	did	not	have	significantly	
lower	achievement	from	one	of	her	average	clusters,	which	matches	the	end-of-
semester	GPA	anomaly	seen	here.		
5.2	THE	INITIAL	STRUCTURAL	EQUATION	MODEL	
	 Two-Way	Interactions.	The	first	structural	equation	model	employed	the	
control	variables	(race,	high	school	GPA,	family	economic	hardship,	and	collegiate	
class),	the	latent	profiles,	generation	status,	and	rural	status,	as	well	as	all	two-way	
interactions	between	generation	status,	rural	status,	race	and	collegiate	class.	As	
expected,	all	control	variables	were	significant	predictors	of	end-of-semester	GPA.	
Race	was	negatively	significant.	With	all	other	variables	held	to	zero,	the	unique	
effect	of	race	was	negative.	This	may	reflect	previous	research	that	Black	students	
on	predominantly	White	campuses	do	not	fare	as	well	as	White	students	in	
academic	achievement	(Allen,	Epps,	&	Haniff,	1991;	Nettles,	1988;	Vanneman,	
Hamilton,	Anderson,	&	Rahman,	2009).	This	study	cannot	confirm	these	results	as	
this	study	only	includes	one	campus.	To	confirm	the	results,	a	future	study	would	
need	multiple	campuses	with	each	of	the	student	distributions	and	then	test	if	there	
is	a	difference	across	several	predominantly	White	campuses.	With	all	other	
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variables	held	to	zero,	the	unique	effect	of	family	economic	hardship	was	negative	
two-hundredths	of	a	GPA	point	for	each	incremental	increase	in	family	economic	
hardship.	Thus,	a	student	with	a	family	economic	hardship	score	of	ten	(with	a	
maximum	score	of	15)	could	see	a	predicted	GPA	two-tenths	lower	than	a	student	
with	no	family	economic	hardship.	This	supports	the	results	of	Sirin’s	(2005)	meta-
analysis	showing	a	medium	to	strong	relationship	between	socioeconomic	status	
and	academic	achievement.	Lastly,	among	the	control	variables,	with	all	other	
variables	held	to	zero,	as	a	student	moved	from	underclassman	to	upperclassman,	
the	predicted	GPA	decreased	by	a	tenth	of	a	GPA	point.	This	is	likely	explained	by	
taking	upper	division	courses,	as	opposed	to	general	education	requirements.	Both	
the	High	Competence	Class	and	the	Low	Competence	and	Value	Class	significantly	
predicted	end-of-semester	GPA.	A	student	moving	from	the	High	Competence	Class	
to	the	Low	Competence	and	Value	Class	would	see	a	predicted	drop	of	seven-tenths	
of	a	GPA	point.	This	supports	the	variable-oriented	expectancy-value	theory	studies	
linking	perceived	competence	and	task	value	to	academic	achievement	(Bong,	2001;	
Malka	&	Covington,	2005;	Meece,	Eccles,	&	Wigfield,	1990).	This	also	corroborates	
Conley’s	(2012)	person-oriented	research	that	showed	lower	perceived	
competence,	lower	utility	value,	and	higher	perceived	cost	resulted	in	lower	
academic	achievement	among	seventh	graders.	The	interaction	between	race	and	
the	Low	Competence	and	Value	Class	was	significant.	Thus,	the	effect	of	the	Low	
Competence	and	Value	Class	on	end-of-semester	GPA	is	different	for	each	race.	
Similarly,	the	interaction	between	generation	status	and	the	Low	Competence	and	
Value	Class	was	significant,	implying	that	the	effect	of	the	Low	Competence	and	
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Value	Class	on	end-of-semester	GPA	is	different	for	first-generation	students.	With	
both	of	these	interactions,	minorities	and	first-generation	students	in	the	Low	
Competence	and	Value	Class	have	lower	predicted	GPAs	compared	to	their	
Caucasian	and	continuing-generation	counterparts,	respectively.		
	 Rarely	in	a	discussion	does	a	researcher	spend	time	talking	about	the	non-
significant	variables,	but	the	non-significant	variables	are	of	great	interest	to	this	
study.	One	must	be	cautious	when	interpreting	the	null	effect	because	one	cannot	be	
sure	if	there	really	is	no	significant	difference	or	if	the	study	simply	did	not	have	the	
power	to	detect.	First,	generation	status	did	not	significantly	predict	end-of-
semester	GPA.	This	contradicts	a	study	by	Strayhorn	(2006)	where	he	showed	first-
generation	status	significantly	explains	differences	in	GPA	after	controlling	for	a	
gamut	of	precollege	and	college	factors.	However,	he	did	not	control	for	high	school	
GPA,	only	SAT	score.	Furthermore,	he	defined	first-generation	as	a	student	whose	
parents	never	attended	college,	where	as	this	study	defines	first-generation	as	not	
having	a	parent	with	a	Bachelor’s	degree.	Furthermore,	Strayhorn	used	the	
Baccalaureate	and	Beyond	national	database,	whereas	the	current	study	uses	a	local	
sample	that	could	lead	to	different	results.	The	current	results	do	support	the	
National	Center	for	Education	Statistics	study	by	Warburton,	Burgarin,	and	Nunez	
(2001),	which	showed	no	significant	difference	between	the	GPAs	of	first-
generation	and	continuing-generation	students	after	controlling	for	high	school	
achievement	and	preparation.	Furthermore,	the	current	study	defines	first-
generation	identically	to	Warburton	et	al.,	as	a	student	whose	parents	do	not	have	a	
4-year	degree.	Unlike	Strayhorn’s	national	database	study,	this	national	sample	led	
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to	similar	results	of	the	current	study.	The	results	of	this	study	suggest	that	
generation	status	is	a	marker	for	other	variables.	In	other	words,	generation	status	
captures	other	influences,	like	minority	status	and	socioeconomic	level.	Aside	from	
generation	status,	rural	status	was	also	a	non-significant	predictor	of	end-of-
semester	GPA.	This	is	in	line	with	current	research	on	rural-educated	college	
students.	Several	studies	show	that	precollege	factors,	including	family	income,	
parents’	education	and	educational	expectations,	and	academic	preparation,	predict	
college	enrollment,	persistence,	and	completion	(Adelman,	2006;	Bozick,	2007;	
Byun,	Irvin,	&	Meece,	2012;	Goldrick-Rab	&	Pfeffer,	2009;	Lapan,	2017).	In	other	
words,	the	precollege	factors	are	the	significant	variables,	which	explain	why	rural	
status	is	not	significant	after	controlling	for	race,	family	economic	hardship,	and	
high	school	GPA.		
	 One	of	the	primary	aims	of	the	current	study	was	to	explore	the	interaction	
between	generation	status	and	rural	status.	In	particular,	this	dissertation	study	
examined	whether	rural	background	compounded	the	relation	of	first-generation	
status	to	college	achievement.	In	the	end,	24%	of	the	sample	was	rural-educated.	Of	
those	24%,	43%	were	first-generation	students.	However,	like	generation	status	and	
rural	status	individually,	the	interaction	of	the	two	variables	was	non-significant.	
This	is	a	unique	contribution	of	this	study,	as	no	quantitative	research	exists	that	
examines	the	confounding	impact	of	both	rural	background	and	first-generation	
status.	The	current	study	demonstrates	that	control	and	motivational	variables	are	
the	more	focal	constructs.		
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5.3	RACE,	GENERATION	STATUS	AND	LATENT	CLASS	INTERACTION	
	 The	second	structural	equation	model	took	significant	variables	from	the	
first	model	and	added	a	three-way	interaction	between	race,	generation	status	and	
the	latent	profiles.	For	first	generation	students,	race,	high	school	GPA,	and	
collegiate	class	were	significant	control	variables.	With	all	other	variables	held	to	
zero,	first-generation	upperclassman	compared	to	first-generation	underclassmen	
have	a	significant	decrease	in	predicted	GPA.	This	is	interesting	as	it	may	be	a	factor	
that	plays	into	the	lower	persistence	seen	among	first-generation	in	a	multitude	of	
studies	(Attinasi,	1989;	Berkner,	Horn,	&	Clune,	2000;	Billson	&	Terry,	1982	Choy,	
2000;	Horn,	1998;	Nunez	&	Cuccaro-Alamin,	1998;	Richardson	&	Skinner,	1992;	
Warburton	et	al.,	2001).	These	studies	repeatedly	show	that	first-generation	
students	struggle	with	persistence	after	their	freshman	year	compared	to	
continuing-generation	students.	The	current	study	shows	that	GPA	is	lower	for	
upperclassmen	first-generation	students,	which	could	factor	into	the	lower	
persistence	among	this	group	of	college	students.	Aside	from	the	control	variables,	
the	High	Competence	Class	and	the	Low	Competence	and	Value	Class	significantly	
predicted	GPA.	A	first-generation	student	moving	from	the	High	Competence	Class	
to	the	Low	Competence	and	Value	Class	had	a	predicted	decrease	in	GPA	of	nearly	
three-tenths	of	a	GPA	point.	These	results	both	confirm	and	contradict	previous	
variable-oriented	research	on	first-generation	students.	Majer	(2009)	showed	that	
self-efficacy	is	an	important	resource	among	ethnically	diverse	first-generation	
students	during	the	first	two	years	of	community	college.	The	above	results	confirm	
that	first-generation	students	in	the	High	Competence	Class	have	higher	end-of-
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semester	GPAs	than	first-generation	students	in	the	Low	Competence	and	Value	
Class.	Furthermore,	this	study	supports	the	work	by	Prospero	and	Vohra-Gupta	
(2007)	that	demonstrated	that	among	first-generation	college	students	motivation	
contributed	significantly	to	academic	achievement.	The	unique	contribution	of	this	
study	is	in	showcasing	the	inherent	heterogeneity	among	first-generation	students.	
For	example,	Vuong	and	colleagues	(2010)	used	multiple	regression	to	show	that	
college	self-efficacy	beliefs	affect	GPA,	and	first-generation	students	underperform	
compared	to	their	continuing-generation	peers.	The	current	study	argues	against	
that	conclusion,	as	first-generation	students	in	the	High	Competence	Class	are	
outperforming	their	continuing-generation	peers	in	the	Low	Competence	and	Value	
Class	with	regards	to	end-of-semester	GPA.	Again,	this	points	to	the	heterogeneity	of	
first-generation	students	that	can	only	be	explored	with	a	person-oriented	
approach.		
	 For	continuing-generation	students,	the	control	variables	of	race,	high	school	
GPA,	and	family	economic	hardship	significantly	predicted	end-of-semester	GPA.	
This	result	supports	numerous	studies	that	have	shown	that	race,	socioeconomic	
status	and	high	school	preparation	are	predictors	of	academic	achievement	(Battle	
&	Lewis,	2002;	Kao	et.	al.,	1996).	For	continuing-generation	students,	the	High	
Competence	Class	and	the	Low	Competence	and	Value	Class	were	also	significant	
predictors	of	GPA,	as	was	the	case	for	first-generation	students.	This	result	validates	
a	multitude	of	variable-oriented	studies	involving	expectancy-value	theory	(Bong,	
2001;	Malka	&	Covington,	2005;	Meece,	Eccles,	&	Wigfield,	1990).	For	example,	Bong	
(2001)	showed	that	self-efficacy	predicted	students’	academic	achievement	and	task	
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value	factors	predicted	enrollment	intentions.	Furthermore,	Meece,	Eccles,	and	
Wigfield	(1990)	demonstrated	that	low	expectancies	for	success	undermined	
performance	in	mathematics.	With	both	first-generation	students	and	continuing	
generation	students,	there	was	a	significant	drop	in	predicted	GPA	when	moving	
from	the	High	Competence	Class	to	the	Low	Competence	and	Value	Class.	As	
Bergman	and	Trost	(2006)	recommend,	this	person-oriented	study	supports	the	
results	seen	from	variable-oriented	studies.	The	advantage	of	the	current	study	is	
that	it	does	more	than	trends	a	variable.	Motivational	typologies	of	students	
demonstrate	the	heterogeneity	that	exists	among	first-generation	students,	minority	
students,	and	low	socioeconomic	students.	Whereas	variable-oriented	research	
tends	to	show	all	of	these	groups	at	a	disadvantage	compared	to	their	respective	
counterparts.	The	current	study	reveals	that	the	risk	profile	stemming	from	
variable-oriented	research	can	be	averted	by	being	in	the	High	Competence	Class.		
	 Lastly,	this	structural	equation	model	explored	a	three-way	interaction	
among	generation	status,	race,	and	the	latent	classes.	While	no	significant	difference	
was	found	for	the	Low	Competence	and	Value	Class	or	the	Very	Low	Competence	
and	Value	Class,	a	significant	difference	did	exist	for	the	High	Competence	Class.	
First-generation,	minority	students	in	the	High	Competence	Class	have	significantly	
lower	end-of-semester	GPAs	than	continuing-generation,	minority	students.	Race	
serves	as	a	risk	factor	for	continuing-generation	students,	as	minorities	have	lower	
predicted	GPAs	than	their	Caucasian	counterparts.	However,	first-generation	status	
and	minority	status	together	is	a	double	risk	factor	that	weakens	the	positive	effects	
of	high	perceived	competence.	This	result	does	support	the	work	by	Vuong	and	
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colleagues	(2010)	that	showed	first-generation	college	students	underperform	
compared	to	their	continuing-generation	peers	in	GPA	with	self-efficacy	held	equal.	
The	current	study	contradicts	the	moderator	study	by	Aspelmeier	et.	al.	(2012).	In	
their	study,	they	found	that	first-generation	status	acted	as	a	risk	factor	that	only	
worsened	the	negative	effects	of	low	self-esteem.	This	study	did	not	find	that	to	be	
the	case	as	there	was	no	significant	difference	between	first-generation	students	in	
the	Low	Competence	and	Value	Class	and	continuing-generation	students	in	the	
Low	Competence	and	Value	Class.	However,	this	study	did	find	a	significant	
difference	by	race	and	generation	status	in	the	High	Competence	Class.	Due	to	the	
significantly	negative	slopes,	race	is	a	risk	factor	that	weakens	the	positive	effects	of	
perceived	competence	across	both	first-generation	and	continuing	generation	
students.	While	the	impact	is	significantly	greater	for	first-generation	students,	the	
overall	impact	is	much	less	in	the	High	Competence	Class.	In	other	words,	perceived	
competence	works	to	buffer	minorities	and	first-generation	students.	To	date,	no	
research	has	quantitatively	explored	the	interaction	among	race,	generation	status	
and	motivational	typologies.	This	dissertation	is	contributing	to	existing	research	by	
revealing	a	double	risk	factor	even	when	high-perceived	competence	is	present.		
5.4	FINAL	STRUCTURAL	EQUATION	MODEL	
	 After	exploring	several	different	models,	the	final	model	gives	a	more	precise	
analysis	of	the	focal	constructs.	Overall,	this	model	explains	44%	of	the	total	
variation	in	end-of-semester	GPA.	All	control	variables	remained	significant,	
including	race,	high	school	GPA,	family	economic	hardship,	and	collegiate	year.	All	
three	latent	classes	significantly	predicted	end-of-semester	GPA.	Interestingly,	the	
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negative	impact	was	greater	for	students	in	the	Low	Competence	and	Value	Class	
compared	to	the	Very	Low	Competence	and	Value	Class.	Variable-oriented	studies	
have	typically	shown	a	linear	relationship	between	perceived	competence	and	
school	value	on	academic	achievement	(Bong,	2001;	Malka	&	Covington,	2005;	
Meece,	Eccles,	&	Wigfield,	1990).	In	other	words,	one	would	expect	students	in	this	
extreme	motivationally	mal-adjusted	class	to	have	the	lowest	predicted	GPAs.	
However,	as	previously	stated,	this	motivational	typology	is	new	compared	to	other	
expectancy-value,	person-oriented	studies	(Conley,	2012;	Pintrich,	1989).	
Furthermore,	this	class	represents	only	3%	of	the	sample	or	21	students.	While	they	
are	significantly	different	from	the	students	in	the	other	classes,	their	
representation	is	too	small	to	draw	any	major	conclusions	about	this	motivational	
typology.	Lastly,	this	final	model	included	the	interaction	between	race	and	the	
latent	profiles	to	explore	a	potential	moderator	relationship.	High	competence	
served	to	buffer	minority	students	from	lower	academic	achievement.	In	other	
words,	minority	students	had	lower	predicted	GPAs	than	their	Caucasian	
counterparts	in	the	Low	Competence	and	Value	Class.	Minorities	in	the	High	
Competence	Class	had	significantly	higher	predicted	GPAs	than	students	in	the	Low	
Competence	and	Value	Class,	but	their	GPAs	were	still	lower	than	their	Caucasian	
counterparts	in	the	High	Competence	Class.	While	minorities	are	at	a	disadvantage	
compared	to	their	Caucasian	peers,	this	disadvantage	is	significantly	less	for	
minorities	in	the	high	competence	profile.		
	 This	result	concerning	African-American	students	coincides	with	previous	
race	and	motivation	research	(Allen,	1992;	Harris-Britt,	Valrie,	Kurtz-Costes	&	
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Rowley,	2007;	Hudley	&	Graham,	2001;	Ogbu,	1992;	Ogbu,	2004;	Rowley,	Sellers,	
Chavous	&	Smith,	1998;	Solorzano,	Ceja	&	Yosso,	2000,	Wong	&	Eccles,	2003).		
Graham	(1989)	performed	a	meta-analysis	showing	that	Whites	have	higher	
achievement	needs	than	Blacks,	Whites	were	reported	to	be	more	internal	than	
Blacks,	and	Black	children	attach	less	value	to	effort	as	a	cause	of	achievement	
outcomes.	With	regards	to	academic	achievement,	Wong	and	Eccles	(2003)	
demonstrated	that	experiences	of	racial	discrimination	at	middle	school	from	one’s	
teachers	and	peers	predicted	declines	in	grades,	academic	ability	self-concepts,	and	
academic	task	values.	Ogbu	(1992,	2004)	has	extensively	studied	how	African-
Americans	navigate	the	academic	environment.	He	has	argued	that	a	minority	
group’s	cultural	frame	of	reference	and	collective	identity	may	lead	its	members	to	
interpret	the	cultural	and	language	differences	they	encounter	as	barriers	to	be	
overcome	or	as	markers	of	group	identity	to	be	maintained	(1992).	He	refers	to	five	
different	types	of	minority	group	behavior:	assimilationists,	accommodators	
without	assimilation,	ambivalents,	resisters,	and	the	encapsulated	(2004).	
Ambivalents,	resisters	and	the	encapsulated	will	all	resist	“acting	White”,	which	
academically	refers	to	making	good	grades,	studying,	doing	homework,	and	
enrolling	in	advanced	coursework.	Furthermore,	Black	students	receive	peer	
pressure	from	the	Black	community	for	the	above-mentioned	“White”	behaviors,	but	
they	also	receive	other	unrelated	peer	pressure	that	contributes	to	low	school	
performance	(2004).	The	way	a	student	perceives	and	responds	to	events	in	the	
college	setting	will	differentiate	his	or	her	college	experience	and	shape	his	or	her	
college	outcomes.	Characteristics	of	the	individual	and	characteristics	of	the	
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institution	combine	to	influence	academic	performance,	extent	of	social	
involvement,	and	occupational	goals.	Allen	(1992)	showed	that	students	who	
attended	historically	Black	universities	reported	better	academic	performance,	
greater	social	involvement,	and	higher	occupational	aspirations	than	Black	students	
who	attended	predominantly	White	institutions.	On	predominantly	White	
campuses,	Black	students	emphasize	feelings	of	alienation,	sensed	hostility,	racial	
discrimination,	and	an	overall	lack	of	integration	(Allen,	1992).	Solorzano	(2000)	
performed	a	critical	race	theory	qualitative	study	revealing	that	faculty	has	low	
expectations	that	instill	self-doubts	among	Black	students.	All	of	the	students	in	the	
study	reported	a	generalized	feeling	of	discomfort	and	racial	tension	as	a	result	of	
microaggressions	experienced	both	inside	and	outside	the	classroom	on	
predominantly	White	campuses.	Fischer	and	Shaw	(1999)	worked	with	college	
students	to	reveal	a	significant	negative	relationship	between	perceived	racism	and	
overall	mental	health.	Research	shows	Blacks	on	predominantly	White	campuses	
can	be	buffered	from	the	discrimination	by	racial	identity,	messages	about	race	
pride	and	preparation	for	bias	(Harris-Britt,	Valrie,	Kurtz-Costes	&	Rowley,	2007;	
Rowley,	Sellers,	Chavous	&	Smith,	1998).	Rowley	et	al.	(1998)	showed	that	racial	
identity	explains	a	significant	portion	of	the	variability	in	global	self-esteem.	
Similarly,	Harris-Britt	et	al.	(2007)	demonstrated	that	messages	about	race	pride	
and	preparation	for	bias	moderate	the	relationship	between	discrimination	and	self-
esteem	in	8th	grade	African-American	students.	This	study	shows	that	perceived	
competence	can	buffer	minorities	from	decreased	academic	achievement,	but	more	
research	needs	to	be	done	on	to	see	if	perceived	competence	buffers	these	students	
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from	perceived	racial	discrimination.	More	research	needs	to	be	completed	to	better	
understand	how	the	predominantly	White	campus	can	promote	racial	identity	and	
perceived	competence	in	its	Black	students.		
	 In	a	related	study	on	risk	factors,	Aspelmeier	et	al.	(2012)	showed	that	first-
generation	status	was	a	risk	factor	worsening	the	negative	effects	of	low	self-
esteem.	However,	in	their	regressions	they	did	not	control	for	race.	By	controlling	
for	race,	high	school	GPA,	family	economic	hardship,	and	collegiate	class,	this	study	
failed	to	show	any	significance	between	generation	status	and	academic	
achievement	or	between	interactions	comprising	generation	status	and	the	latent	
profiles.	One	major	contribution	of	the	current	study	is	that	no	study	has	employed	
a	person-oriented	approach	to	study	the	impact	of	minority	status	on	academic	
achievement	with	a	malleable	moderator.	This	study	confirms	that	minority	
students	at	risk	of	lower	GPAs	can	be	buffered	by	possessing	above	average	
perceived	competence	and	school	value.	Furthermore,	this	study	calls	into	question	
the	studies	that	have	shown	significant	academic	disadvantages	for	first-generation	
students,	including	academic	achievement	and	college	persistence,	without	
controlling	for	race	(Aspelmeier	et.	al.,	2012;	Prospero	&	Vohra-Gupta,	2007;	Vuong	
et.	al.,	2010).		
5.5	A	VARIABLE-ORIENTED	COMPARISON	
	 Multiple	Regression	Model.	Until	now	the	study	has	employed	a	person-
oriented	approach	with	regards	to	the	motivational	constructs.	This	approach	takes	
a	holistic	and	dynamic	view	of	the	individual	as	an	integrated	totality	over	time.	
Thus,	the	approach	revealed	motivational	typologies	for	each	student.	The	latent	
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profile	analysis	allowed	for	a	qualitative	and	quantitative	understanding	of	different	
motivational	typologies,	as	well	as	how	these	profiles	interact	with	other	variables	
to	predict	end-of-semester	GPA.	The	variable-oriented	approach	views	the	
individual	as	a	summation	of	variables	over	time.	Bergman	and	Trost	(2006)	discuss	
how	the	two	methods	should	complement	each	other	by	providing	similar	
predictions.	Thus,	this	study	ran	a	multiple	regression	of	all	control	variables,	
including	race,	high	school	GPA,	family	economic	hardship,	and	collegiate	class,	as	
well	as	generation	status,	perceived	competence,	perceived	choice,	and	school	value	
on	end-of-semester	GPA.	The	results	mirrored	much	of	what	was	seen	in	the	final	
structural	equation	model.	Compared	to	44%	for	the	structural	equation	model,	this	
model	explains	46%	of	the	total	variation	in	end-of-semester	GPA.	Of	the	control	
variables,	high	school	GPA	and	family	economic	hardship	were	significant	
predictors.	In	fact,	the	unique	effect	of	family	economic	hardship	was	significantly	
negative	as	hardship	increased.	With	regards	to	race,	Caucasian	and	African-
American	significantly	predicted	end-of-semester	GPA.	Compared	to	Caucasians,	
African-Americans	have	a	predicted	GPA	that	is	a	quarter	of	a	GPA	point	lower	with	
all	other	variables	held	to	the	same	level.	Numerous	variable-oriented	studies	have	
demonstrated	that	Black	students	do	not	perform	as	well	as	White	students	in	
collegiate	academic	achievement	(Allen,	Epps,	&	Haniff,	1991;	Graham,	Taylor,	&	
Hudley,	1998;	Hall,	Mays,	&	Allen,	1984;	Nettles,	1988;	Vanneman,	Hamilton,	
Anderson,	&	Rahman,	2009).	As	for	the	motivational	variables,	only	perceived	
competence	and	school	value	were	significant	predictors.	Again,	this	complements	
the	results	seen	with	the	latent	profiles,	as	the	typologies	were	defined	by	
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quantitatively	different	values	of	perceived	competence	and	school	value.	This	
result	mirrors	numerous	variable-oriented	studies	in	expectancy-value	theory	that	
showed	self-efficacy	and	task	value	to	be	predictors	of	academic	achievement	and	
course	enrollment	(Bong,	2001;	Malka	&	Covington,	2005;	Meece,	Eccles,	&	Wigfield,	
1990).	While	perceived	competence	was	a	significant	predictor,	perceived	
autonomy	was	non-significant	which	contradicts	studies	in	self-determination	
theory	(Alexander,	Entwisle,	&	Dauber,	1993;	Vansteenkiste,	Simons,	Lens,	Sheldon,	
&	Deci,	2004).	The	likely	reason	stems	from	the	measure	used	by	the	studies.	
Vansteenkiste	et.	al.	(2004)	used	Ryan	and	Connell’s	(1989)	16-item	self-regulation	
questionnaire	that	assesses	the	degree	to	which	an	individual’s	motivation	for	
learning	tends	to	be	relatively	autonomous	versus	relatively	controlled.	The	current	
study	uses	Deci	and	Ryan’s	(1996)	5-item	perceived	choice	questionnaire	that	
reflects	feeling	a	sense	of	choice	with	respect	to	one’s	behavior.		This	5-item	survey	
did	not	provide	enough	variance	across	the	students	to	be	a	significant	predictor.		
	 Person-Oriented	Versus	Variable-Oriented.	Overall,	the	two	models	have	
similarities	and	appear,	on	face-value,	to	complement	one	another.	However,	there	
are	also	some	stark	differences.	Both	models	demonstrate	the	significance	of	race,	
family	economic	hardship	and	high	school	GPA	in	predicting	end-of-semester	GPA.	
The	way	multiple	regression	employs	a	categorical	variable	allows	one	to	
specifically	see	the	decreased	prediction	in	performance	for	African-American	
students.	Both	models	also	show	the	importance	of	perceived	competence	and	
school	value.	With	the	variable-oriented	model,	both	motivational	constructs	are	
significant	predictors.	With	the	person-oriented	approach,	all	three	motivational	
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typologies	are	significant	predictors.	However,	this	is	where	the	similarities	end	
because	for	the	variable-oriented	model	there	is	nothing	more	to	discuss.	The	model	
reveals	what	significantly	predicts	end-of-semester	GPA,	but	there	is	no	
understanding	how	the	variables	relate	to	one	another.	On	the	other	hand,	the	
structural	equation	model	demonstrates	how	the	high	competence	motivational	
typology	buffers	the	minority	student	with	regards	to	his/her	academic	
performance.	The	model	specifically	shows	that	possessing	competence	values	of	
only	half	a	standard	deviation	above	average	will	result	in	a	significantly	higher	end-
of-semester	GPA.	While	minorities	are	at	a	disadvantage	compared	to	their	
Caucasian	peers,	this	disadvantage	is	significantly	less	for	minorities	in	the	high	
competence	profile.	The	structural	equation	model	with	the	motivational	typologies	
does	so	much	more	for	facilitating	the	development	of	either	an	intervention	or	a	
first-year	seminar	because	competence	can	be	taught	to	students.		It	reveals	what	is	
motivationally	needed	for	all	students,	but	specifically	minorities,	to	have	
significantly	higher	academic	performance.	Lastly,	the	motivational	typologies	
reveal	the	inherent	heterogeneity	among	first-generation	students,	rural-educated	
students,	and	minority	students.	While	the	variable-oriented	approach	makes	it	look	
like	all	African-American	students	are	at	a	severe	disadvantage,	the	structural	
equation	model	reveals	that	disadvantage	is	significantly	less	for	Black	students	
possessing	high-perceived	competence.		
5.6	IMPLICATIONS	FOR	FUTURE	POLICY	AND	PRACTICE	
	 My	study	made	unique	contributions	to	the	understanding	of	motivational	
typologies	and	how	these	typologies	interact	with	race,	generation	status,	and	rural	
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status	to	predict	academic	performance.	Results	from	the	moderation	analyses	
support	the	extant	conclusion	that	perceived	competence	and	school	value	are	
essential	for	having	significantly	higher	predicted	GPA.	Minority	students	at	risk	of	
lower	GPAs	can	be	buffered	by	possessing	a	high	competence	motivational	profile.	
These	findings	have	significant	implications	for	administrators,	professors,	advisors,	
and	students.		
	 Promoting	Understanding.	Administrators,	professors,	advisors	and	
students	need	to	know	the	huge	role	perceived	competence	and	school	value	play	
with	regards	to	academic	performance.	In	particular,	they	need	to	be	aware	of	the	
detrimental	effects	of	low	perceived	competence	and	low	school	value	on	GPA.	
Motivation	is	malleable,	unlike	the	significant	control	variables.	The	university	can	
design	both	teaching	seminars	and	first-year	seminars	that	both	discuss	expectancy-
value	theory	but,	also,	teach	how	to	develop	competence	and	value.	Advisors	and	
tutors	working	in	Student	Services	need	to	know	how	to	mentor	in	ways	that	
develop	competence	and	value.		
	 Faculty	Seminars.	From	the	results	of	this	study,	the	Center	for	Excellence	in	
Teaching	and	Learning	needs	to	offer	a	seminar	with	regards	to	motivation.	The	
motivation	seminar	needs	to	inform	faculty	about	the	crucial	role	expectancy-value	
theory	plays	in	academic	performance.	The	seminar	needs	to	discuss	how	to	
pedagogically	create	a	teaching	environment	that	is	conducive	in	developing	
competence	and	school	value.	This	can	be	done	by	employing	Keller’s	(1979)	ARCS	
Model	of	Motivation.	According	to	Keller,	faculty	can	learn	how	to	foster	active	
participation	and	establish	relevance	in	order	to	motivate	learners.	Faculty	should	
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be	made	aware	of	the	results	of	the	current	study.	Based	on	the	results	of	both	the	
person-oriented	analyses	and	the	variable-oriented	analyses,	African-American	
students	are	at	a	disadvantage	compared	to	their	Caucasian	counterparts,	but	this	
disadvantage	is	significantly	lessened	by	the	presence	of	perceived	competence.		
	 First-Year	Seminars.	Students	need	to	know	the	pivotal	role	motivation	
plays	in	their	academic	performance.	The	best	opportunity	to	teach	students	about	
the	role	of	competence	and	value	is	in	the	first-year	seminar.	As	of	now	the	
curriculum	focuses	on	relationships,	organization,	work	ethic,	and	emotional	
intelligence.	In	light	of	this	study	the	curriculum	needs	to	be	revised	to	incorporate	
several	weeks	on	developing	competence	in	the	classroom	and	school	value.	From	
study	habits	to	seeking	feedback	from	professors	to	working	with	tutors	and	
mentors,	students	can	actively	develop	perceived	competence	in	any	given	course.	
Students	need	to	be	made	aware	of	all	the	benefits	of	a	college	degree	and	the	
material	they	are	learning	in	each	class.	Students	low	in	school	value	tend	to	think	
the	degree	is	a	waste	of	time	and	that	they	learn	more	from	friends	and	family.	Peer	
leaders	in	the	first-year	seminar	need	to	be	selected	because	they	possess	
significantly	high	levels	of	perceived	competence	and	school	value	so	that	they	can	
mentor	the	freshmen	in	these	areas.		
	 First-year	seminars	need	to	be	developed	around	Dweck’s	theory	of	
intelligence	and	the	growth	mindset.	Dweck	has	shown	it	is	possible	to	develop	a	
belief	that	ability	is	malleable	versus	the	thought	that	ability	is	fixed	(Dweck,	2006;	
Yeager	and	Dweck,	2012).	Her	research	confirms	that	this	growth	mindset	can	lead	
to	more	effort,	greater	task	persistence,	and	a	master	orientation.	Dweck’s	latest	
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research	involves	larger,	more	rigorous	field	trials	that	provide	some	of	the	first	
evidence	that	the	social	psychology	strategy	can	be	effective	when	implemented	in	
institutions	on	a	wide	scale	(Yeager,	et	al.,	2016).	This	strategy	involves	teaching	
students	to	acknowledge	and	embrace	imperfections,	to	view	challenges	as	
opportunities,	to	seek	constructive	criticism,	and	to	value	the	process	over	the	end	
result	(Yeager	and	Dweck,	2012).	These	are	just	a	few	of	the	ways	to	teach	students	
how	to	foster	a	mindset	that	is	focused	on	learning,	development,	and	improvement,	
not	just	on	outscoring	a	classmate.		
5.7	LIMITATIONS	AND	FUTURE	RESEARCH	
	 Of	note	are	some	limitations	of	this	study	that	warrant	discussion.	First,	the	
sample	was	rather	small	(n	=	705)	for	investigating	motivational	typologies.	Future	
studies	should	aim	to	have	more	students,	which	could	reveal	more	typologies,	as	
well	as	more	information	about	the	new	typology	with	very	low	perceived	
competence	and	school	value.	Both	Pintrich	(1989)	and	Conley	(2012)	found	an	
average	motivation	cluster	that	did	not	appear	in	this	study.	However,	both	Pintrich	
(1989)	and	Conley	(2012)	(n	=	1,870)	had	large	samples	of	students.		Furthermore,	
this	sample	comes	from	a	small,	regional	university.	Therefore,	findings	should	be	
interpreted	with	caution	when	generalizing	to	other	populations,	like	larger,	
research-based	institutions.		
	 Second,	this	study	utilized	Deci	and	Ryan’s	(1996)	5-item	perceived	choice	
questionnaire	as	a	proxy	for	perceived	autonomy	in	learning.	Since	the	survey	
contained	only	five	items,	there	was	not	enough	variation	in	scores	to	contribute	to	
the	motivational	typologies.	Recall,	a	typical	question	reads	as		
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Please	read	the	pairs	of	statements,	and	think	about	which	statement	
within	the	pair	seems	more	true	to	you	at	this	point	in	your	life.	
Indicate	the	degree	to	which	statement	A	feels	true,	relative	to	the	
degree	that	statement	B	feels	true,	on	the	5-point	scale.	[A.	"I	always	
feel	like	I	choose	the	things	I	do."	VERSUS	B.	"I	sometimes	feel	that	it's	
not	really	me	choosing	the	things	I	do."		]	
Future	studies	should	use	Ryan	and	Connell’s	(1989)	16-item	self-regulation	
questionnaire.	This	questionnaire	actually	assesses	controlled	versus	autonomous	
motivation	for	learning.	Vansteenkiste	et	al.	(2009)	conducted	a	person-oriented	
study	using	the	self-regulation	questionnaire	and	found	four	different	profiles.	Thus,	
variation	in	perceived	autonomy	exists,	and	future	studies	need	to	examine	how	it	
interplays	with	perceived	competence	and	school	value	in	creating	motivational	
typologies.	By	better	incorporating	perceived	autonomy	for	learning,	the	effect	size	
could	be	even	greater.	The	current	study	explains	44%	of	the	total	variation	in	end-
of-semester	GPA.		
	 Third,	the	sample	was	collected	in	three	cohorts	across	three	semesters	and	
primarily	contained	business	majors	(89%).	All	four	collegiate	classes	were	
represented	which	confounded	motivation,	as	well	as	end-of-semester	GPA.	
Freshmen	GPAs	are	significantly	different	from	upperclassmen	GPAs,	which	is	not	
necessarily	something	this	study	was	interested	in	capturing.	No	research	exists	on	
the	specific	motivational	profile	of	business	majors,	but	one	needs	to	be	cautious	
generalizing	the	results	of	this	study	to	non-business	majors.	Future	studies	should	
sample	from	one	class,	like	freshmen,	have	a	more	heterogeneous	survey	of	majors,	
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and	follow	them	through	college.	This	potential	study	could	then	examine	
motivational	typology	changes,	as	well	as	persistence.	By	incorporating	a	latent	
transition	analysis,	this	future	study	could	examine	the	stability	of	the	motivational	
typology.		
	 Fourth,	this	study	did	not	show	any	significance	with	generation	status.	
However,	parents’	education	is	a	known	significant	control	variable.	A	future	study	
should	numerically	code	parents’	education	level	and	incorporate	it	as	a	control	
variable.	Similarly,	this	study	coded	rural	status	based	on	high	school	location.	
Rural-educated	was	coded	on	high	school	location	and	perhaps	results	would	have	
been	different	if	coded	it	on	home	zip	code.	By	coding	rural	status	from	home	zip	
code,	a	future	study	could	examine	whether	rural-based	students	are	at	a	
disadvantage	in	terms	of	academic	performance	and	persistence.		
	 Fifth,	this	study	incorporated	only	self-determination	theory	and	expectancy-
value	theory	with	regards	to	motivation.	Subsequently,	the	small	sample	coupled	
with	only	three	motivational	constructs	resulted	in	only	three	typologies.	Other	
person-oriented	motivational	studies	have	revealed	four	or	more	typologies,	but	
recall	these	studies	used	several	more	motivational	variables	(Conley,	2012;	
Pintrich,	1989;	Vansteenkiste,	sierens,	Soenens,	Luyckx,	&	Lens,	2009).	A	future	
study	could	incorporate	more	motivational	constructs,	like	achievement	goals	and	
cost,	to	better	develop	motivational	typologies	among	college	students.		
	 Sixth,	this	study	incorporated	the	latent	profile	analysis	into	a	structural	
equation	model.	Specifically,	the	study	wanted	to	examine	how	the	motivational	
profiles	moderated	predictors	of	academic	achievement.	Using	Mplus	for	the	
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analysis,	modal	assignment	was	the	only	way	to	employ	the	motivational	profiles.	In	
the	results	of	the	latent	profile	analysis,	each	student	is	given	a	class	probability	and	
a	class	assignment.	The	class	assignment	is	based	on	the	highest	class	probability.	
Thus	students	possess	probabilities	of	being	assigned	to	other	classes.	While	some	
students	are	dominantly	in	one	class,	other	students	have	20-30%	chance	of	being	
in	a	different	typology.	Consequently,	typology	results	need	to	be	interpreted	with	
caution,	as	they	only	represent	the	dominant	class,	as	opposed	to	the	unique	class.		
5.8	CONCLUSIONS	
	 With	the	tremendous	increase	of	college	students	across	campuses	in	the	
U.S.,	the	number	of	first-generation	students	has	also	been	rising.	Research	
staggeringly	shows	that	first-generation	students	are	academically	at	a	disadvantage	
compared	to	their	continuing-generation	peers	in	preparation,	performance,	
persistence,	and	degree	attainment	(Berkner,	Horn,	&	Clune,	2000;	Ishitani,	2006;	
Lara,	1992;	Nunez	&	Cuccaro-Alamin,	1998;	Padgett,	Johnson,	&	Pascarella,	2012;	
Rendon,	1992;	Rendon,	Hope,	&	Associates,	1996;	Terenzini	et	al.,	1994;	Weis,	1992;	
York-Anderson	&	Bowman,	1991).	The	purpose	of	my	study	was	to	examine	how	
motivational	typologies	could	moderate	the	relationship	between	generation	status	
and	academic	performance,	as	guided	by	self-determination	theory	and	expectancy-
value	theory.	Findings	of	my	study	disagree	with	the	previous	findings	by	Prospero	
and	Vohra-Gupta	(2007)	and	Vuong	and	colleagues	(2010)	regarding	the	
relationship	between	first-generation	students	and	GPA.	Both	of	these	studies	
showed	first-generation	students	underperform	compared	to	their	continuing-
generation	peers,	but	both	studies	failed	to	control	for	race	and	socioeconomic	
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status.	By	controlling	for	race,	high	school	GPA,	family	economic	hardship,	and	
collegiate	class,	this	study	failed	to	show	a	significant	relationship	between	
generation	status	and	academic	performance.	This	study	did	show	that	generation	
status	interacts	with	race,	such	that	first-generation	minority	students	have	
significantly	lower	predicted	GPAs	than	continuing-generation	minority	students.	
Findings	from	my	study	have	made	unique	contributions	to	the	research	on	first-
generation	students	by	quantifying	the	heterogeneity	among	this	group.	While	some	
first-generation	students	struggle	with	low	perceived	competence	and	school	value	
and	subsequently	have	lower	GPAs,	other	first-generation	students	possess	high-
perceived	competence	and	have	higher	GPAs.	In	other	words,	first-generation	
students	with	high	competence	outperform	continuing-generation	students	with	
low	competence	and	school	value.			
	 Findings	from	this	study	have	also	contributed	to	the	understanding	of	
motivational	typologies,	as	this	is	the	only	person-oriented	study	incorporating	both	
self-determination	theory	and	expectancy-value	theory.	While	future	studies	need	
to	better	measure	autonomous	motivation	for	learning,	expectancy-value	findings	
from	this	study	support	previous	research	by	Pintrich	(1989)	and	Conley	(2012).	
Furthermore,	findings	from	this	study	add	to	existing	research	on	the	interaction	
between	race	and	motivation.	This	person-oriented	study	reveals	the	heterogeneity	
among	minority	college	students	by	showing	that	minority	students	with	high	
competence	outperform	minority	students	with	low	competence	and	school	value	in	
terms	of	GPA.	This	study	highlights	the	importance	of	motivation	with	regards	to	
academic	performance,	especially	for	students	at-risk	of	struggling.	These	results	
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lend	themselves	to	revising	the	curriculum	in	first-year	seminars	and	educating	
faculty	on	how	to	develop	perceived	competence	and	school	value.		
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APPENDIX	A	–	VARIABLES	AND	DESCRIPTIONS	
	
Variable	Name	 Description	
Dependent	Variable	
						End-of-semester	GPA	 A	continuous	variable	
	 	Predictors	
	
					Generation	Status	
A	categorical	variable	(first-
generation,	continuing-
generation)	
					Rural	Status	
A	categorical	variable	(rural,	non-
rural)	
					Perceived	Competence	 A	continuous	variable	
					Perceived	Choice	 A	continuous	variable	
					School	Value	 A	continuous	variable	
	 	
	 	Covariates	
	
					Race/Ethnicity	
A	categorical	variable		(Caucasian,	
African-American,	Latino/a,	Asian,	
Other)	
					Collegiate	Class	
A	categorical	variable	
(underclassman,	upperclassman)	
					Family	Economic	
Hardship	 A	continuous	variable	
					High	School	GPA	 A	continuous	variable	
	
	
